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ABSTRACT
SELF-CONCEPTS OF CHRISTIAN 
AND PUBLIC HIGH SCHOOL SENIORS
Dorothy Potts Lee 
Old Dominion University, 1988 
Advisor: Dr. David I. Joyner
This ex post facto study compared the self-concepts of seniors 
from three Christian high schools in southeastern Virginia with three 
public high schools located in the same cities. One intact classroom 
from each school was employed, making a total of 147 subjects.
A one-way multivariate analysis of covariance (MANCOVA) was 
conducted to maximize the power of discrimination of the Tennessee 
Self-Concept Scale (TSCS) by predicting the best linear combination of 
dependent variables after statistically adjusting for covariates. 
Performance on five of the subscales was judged not to be related to 
potential differences between the two types of schools and those five 
scales were used as covariates to control for potential differences 
between the two groups. A stepwise regression analysis was performed 
as an additional check on the data. The results were redundant to 
those obtained with the MANCOVA.
Based on the data analysis, there was support for the hypothesis 
that Christian school seniors score higher than public school seniors 
on the three dependent variables associated with the self-concept of 
respondents as measured by the TSCS: Moral-Ethical Self score, Behavior 
score, and Self-Satisfaction score, after adjusting for the covariates
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score, and Self-Satisfaction score, after adjusting for the covariates 
(Identity score, Physical Self score, Personal Self score, Family Self 
score, and Social Self score). However, the difference between the two 
groups on the Self-Satisfaction score was not great enough to be 
statistically significant. The difference between the Christian and 
the public groups on the Moral-Ethical Self subscale was significant at 
the .01 level. The Behavior scale difference was significant at the 
.05 level. Therefore, it can be concluded that, as measured by the 
TSCS, the Moral-Ethical category is the most powerful differentiator 
between the two groups. The Behavior subscale also discriminates 
between the public and Christian school groups, but at a lesser level. 
The theoretical implications of these differences are discussed in the 
literature review and the interpretation of results.
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CHAPTER I 
INTRODUCTION
In recent years self-concept has become an important means of 
understanding and studying human behavior. William H. Fitts, the 
author of the Tennessee Self-Concept Scale (the research instrument 
used in this study), spent several decades in self-concept research. He 
speaks of the self-concept as a valuable independent variable in the 
prediction of human behavior, suggesting that we will have learned much 
about predicting future behavior by being able to more accurately 
assess the present self-concept, how it develops and changes, and how 
it relates to other behavior. Fitts, in his monograph entitled The 
Self-Concept and Self-Actualization, provided evidence to support the 
idea that an individual with a positive self-concept can reach a stage 
of self-actualization easier than can a person with a negative self- 
concept. 1
Since it is a goal of Christian education to enable students to 
reach their total potential as individuals,2 it is important, then, for 
Christian schools to be concerned with the self-concepts of their 
students. It seems highly desirable that both Christian schools and 
public schools realize the status of their students in regard to their 
self-concepts so that appropriate goals may then be set and programs 
instituted to guide and assist the students toward self-actualization 
and more rewarding, productive lives.
1
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2
Historical Trends in Education 
Education has long been viewed as crucial to American society—  
so crucial that early homesteading laws enticed settlers by providing 
free land on which to build schools. Because schooling was perceived 
as the key to the success of individuals and to the excellence of 
society, states began passing laws in the mid-1800s to require school 
attendance until the minimum age of 16.3 Americans then and now expect 
their schools to prepare their youths to become productive members of 
society.
The maxim that has been and continues to be the guiding light of 
contemporary education is to "educate the whole child." Historically, 
educators have had four kinds of goals: (1) academic, (2) vocational,
(3) social and civic, and (4) personal, including self-concept 
development.^ Evidence of these four goals can be found in such 
earlier works as Cardinal Principles of Secondary Education^ and The 
Purposes of Education in American Democracy.6 Recently, identical 
goals have surfaced in apparent attempts to synthesize the views of 
various educational constituencies.^ However, one important goal has 
been negated in the above works. The spiritual element has not been 
considered. Kienel (1978) edited The Philosophy of Christian School 
Education which deals with the spiritual dimension of education. He 
postulates that in order to educate the whole child the spiritual goal 
of Christian education must be a first priority.^
Throughout history social and economic conditions have 
influenced the degree of emphasis on educational goals. During 
particular periods, certain goals have received precedence over others.
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The focus shifted to social and personal goals in the 1930s; in the 
1960s, after Sputnik, it returned to an academic focus. Following this 
period, a re-emphasis on personal and social goals appeared as a result 
of the rise of the "humanistic" movement.9
Humanistic education was prominent for over two decades but has 
been replaced by the current interest in back-to-basics and competency 
t e s t i n g . gome educators disagree with this focus. They maintain 
that the public still prefers educational institutions to be concerned 
with the personal and social development of students. Christian school 
educators protest the materialistic philosophies of humanistic educa­
tion and stress a God-centered academic focus.H
The 1980s have witnessed a proliferation of state and national 
reports on education which have extolled the virtues of more stringent 
academic policies. Longer school days and school years, more homework, 
fewer electives, stiffer graduation requirements, and higher college 
entrance standards led the lists of reforms proposed by individual 
critics, blue-ribbon panels, and government commissions.^ A national 
commission warned that America's survival would be at risk unless state 
legislatures began to insist on quantifiable standards and demonstrable 
competencies.̂
A recent survey of teachers and administrators revealed that the 
development of a positive self-concept on the part of students is still 
a primary goal.l^ A similar survey of teachers and parents rated the 
prominence of the previously mentioned four broad goals and indicated 
which should be emphasized in schools. All four were seen as impor­
tant, with personal goals ranking second only to intellectual ones in
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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terms of needed e m p h a s i s . 1 5  As a result of the writings of self-
theorists, from William James^ through Combs and Snygg,^ R o g e r s , ^
R o s e n b e r g , 1 9  C o o p e r s m i t h , 2 0  Fitts,2 1  and others, educators have become
increasingly aware of the student's self-concept as a variable in the
educational process.
The self-concept has become a widespread and significant means
of interpreting human behavior. The person's self-concept appears to
influence behavior, general personality, and mental health. Persons
who have clear, consistent, positive, and realistic concepts of
themselves will usually act in healthy, confident, and self-respecting
w a y s . 22 Such people have less to prove to others; they are less
threatened by difficult tasks, people, and situations; they relate to
and work with others more comfortably and effectively; and their
perceptions of reality are less likely to be distorted.23 It was from
this theoretical background that Fitts formulated a general prediction:
"Between persons of equal ability, the one with the more optimal, or
the healthier, self-concept will generally function better."2^
During the evolution of the Christian school movement in
America, the concern for the uniqueness of each child has often been
stated. Roy Lowrie, a pioneer in the Christian school movement, has
quoted Thoreau in an attempt to explain this uniqueness:
If a man does not keep pace with his companions, perhaps it is 
because he hears a different drummer . . . .  The Christian school 
is an illustration of this thesis. We are a protest school in the 
educational world. We have broken pace, not with the level of 
academic work, but with the philosophy of life which is taught in 
other schools, private as well as public.
Our philosophy is based upon the Bible. And we can pray and teach 
the Bible (1) as a subject in each grade, (2) in harmony with the 
academic subjects, (3) in the development of character, and in
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counseling and guidance. We are not indifferent toward God and His 
Word.
We do not keep pace with the philosophy of life which is taught by 
our educational companions. We teach our students to march out of 
step with the world's cadence. Our ears are tuned to a different 
drummer. His drum beat is growing louder, for the difference 
between the Christian and the public school is rapidly becoming
clearer.25
Since Christian education is based on the moral-ethical precepts 
of the Bible, it seems likely that Christian school students will score 
higher in those areas of self-concept that describe the self from a 
moral-ethical frame of reference, such as moral worth, relationship to 
God, feeling of being a "good" or "bad" person, and satisfaction with 
one's religion or lack of it. Furthermore, it also seems probable that 
Christian school students who have supposedly received extensive train­
ing in character development will tend to engage in more acceptable 
behavior and, thus, because of the resulting increased level of social 
acceptance will likely also experience greater self-satisfaction.
Statement of the Problem
What are the differences concerning the self-concept of seniors 
from reporting public high schools and the seniors from reporting 
Christian high schools as determined by the Tennessee Self-Concept 
Scale (TSCS)?
The hypothesis of the study is:
Hi There will be a significant difference between Christian 
high school and public high school students in regard to the self- 
concept as measured by the TSCS. Specifically, on the "Self- 
Satisfaction," "Behavior," and "Moral-Ethical Self" scales of the TSCS, 
the seniors of Christian high schools will have significantly higher
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scores as compared to the seniors of public high schools.
Research Design and Instrumentation
An ex post facto design was employed because the study's 
classification variable was the type of high school and the manifes­
tations of the student's respective education had already o c c u r r e d . 26 
Thus, this was a systematic, empirical inquiry in which no variables 
were manipulated. The independent variable was the type of high school 
(public or Christian) and the dependent variables were the "Self- 
Satisfaction" score, the "Behavior" score, and the "Moral-Ethical Self" 
score as measured by the Tennessee Self-Concept Scale (TSCS). The data 
were analyzed by using a one-way multivariate analysis of covariance 
(MANCOVA) to test whether the three dependent variables associated with 
the self-concept of respondents (Self-Satisfaction score, Behavior 
score, and Moral-Ethical Self score of the TSCS) varied as a function 
of the type of school. That is, were there significant differences 
between the two types of schools for the three dependent variables 
after adjusting for the covariates (Physical Self score, Personal Self 
score, Family Self score, Social Self score, and Identity score)?
The researcher selected the Self-Satisfaction, Behavior, and 
Moral-Ethical Self subscales as the three dependent variables because 
they seemed most likely to discriminate between the two groups. The 
remaining five subscales were chosen as covariates because the 
researcher predicted that the two groups would be similar on these 
measures. In essence, the covariates were used to statistically match 
the independent variable groups, thereby reducing prior differences by 
equating all subjects on covariate scores.
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Robinson and Shaver listed the Tennessee Self-Concept Scale 
(TSCS) as the most effective instrument for measuring an individual's 
self-concept. In their examination of 61 scales that measure self- 
concept, they perceived the TSCS as the foremost measuring instrument 
in overall quality.2?
The TSCS is an objective Likert-type self-report instrument 
developed from a clinical mental health perspective,28 it measures 
self-concept across many sub-areas, furnishing both an overall self­
esteem score and a complex self-concept profile.29
Limitations of the Self-Report Method 
There has been controversy over the years concerning the 
validity and reliability of self-report instruments. The major critics 
of the self-reporting method posit that even though a person's self- 
concept is what one believes about oneself, the self-report is merely 
what he or she is willing and able to reveal to someone else. Combs, 
Courson, and Soper^O argued that these are rarely, if ever, the same. 
They refer to Combs and Soper^l who claimed that the extent to which 
the self-report can be relied upon as an accurate measure of self- 
concept depends upon factors such as the clarity of the subject's 
awareness, the subject's command of adequate symbols for expression, 
social expectancy, the subject's cooperation, and freedom from threat.
Three additional variables which may affect self-reports are the 
response set, the familiarity of the item, and social desirability. 
Shulman32 reported that there are nay-sayers and yea-sayers who respond 
in a particular pattern regardless of the questions on the inventory. 
Purinton^^ found that changes in self-reports after repeated usage
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might be associated with the student's familiarity with the items and 
might not necessarily reflect a change in self-concept. Heilbrun^ has 
maintained that the social desirability of a response has an effect on 
the probability of endorsement on a self-report inventory.
According to Purkey's conclusions, there are numerous contami­
nating variables in self-reports. For the teacher, this means that 
conclusions about self-concept based entirely on self-reports must be 
taken with a grain of salt.35 In spite of their weaknesses and limita­
tions, however, self-reports do reveal significant characteristics of 
the self and are important to teachers. When used sensitively, they 
can give valuable insight into how students view themselves and their 
surroundings.
Rogers^ has claimed that self-reports are valuable sources of 
information. Allport^? has taken the position that persons have the 
right to be believed when they report their feelings about themselves. 
These authorities both believed that one should ask individuals 
directly if one wants to learn more about them. Sarbin and R o s e n b e r g ^ S  
concluded from their research that their self-report inventory was 
useful for rapidly discovering meaningful attributes, and it required 
minimal effort. Strong and F e d e r ' s ^  views summarized the above view­
points by stating that all evaluative assertions that individuals make 
about themselves can be deemed to be a sample of their self-concept, 
from which assumptions may then be inferred concerning the various 
characteristics of that self-concept.
Furthermore, Shrauger and Osberg^® claim that individuals 
possess an extensive data base from which to draw inferences about
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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themselves, a much larger base than even the most ambitious external 
evaluator is likely to develop. Not only do individuals have mere data 
about themselves than does an evaluator, but they may also process 
those data in ways that may lead to greater accuracy of prediction.
They further concluded that there are potential practical as well as 
conceptual merits in self-assessment. Self-appraisals are likely to be 
more economical, both in time and money, than are other assessment 
methods.
Threats to the Internal Validity
The major threat to the validity of the study is whether 
significant differences are attributable to Christian school attend­
ance, or are the result of uncontrolled variables, such as home or 
church related factors. The researcher has attempted to minimize the 
threat of uncontrolled variables by using five of the subscales on the 
Tennessee Self-Concept Scale (TSCS) in a statistical matching proce­
dure. Thus, Christian and public school seniors were equated on the 
five TSCS subscales that were not thought to be related to the differ­
ences in school atmosphere. In essence, the five covariates were used 
to statistically match the two groups of students, thereby reducing 
prior differences by equating all subjects on covariate scores.
In addition, it may be suggested that if the performance of 
Christian to public school students is superior on the TSCS, it is due, 
at least in part, to the somewhat greater student selectivity in 
Christian high schools than in public schools. The fact that, on the 
average, a different sort of student attends the Christian school may 
need consideration. This research study used the above mentioned
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statistical matching procedure as an attempt to control for student 
selectivity.
Another factor that would seem to be a confounding variable is 
the number of years in attendance in a particular school. However, 
after consultation with both public and Christian school educators and, 
also, with three research consultants, it was concluded that because 
this was a comparative study, it was not necessary to include this 
variable unless there was reason to believe that the two groups would 
differ on this measurement. Both groups of educators agreed that the 
high school population is a relatively stable one in both segments and 
that there is no reason to suspect that one group is different from the 
other in number of years in attendance. The Christian school educators 
suggested that a minimum of extraneous variables be used in order to 
maintain clarity.
Since no previous studies dealing with the self-concept of 
evangelical Christian school students were found, this study has 
limited foundational data on which to build. However, the researcher 
consulted numerous relevant studies in both the private and public 
school sectors of education to supplement the foundational research 
data.
Furthermore, the reluctance of some local school educators to 
participate in formal research placed a constraint on the size of the 
obtainable sample and thereby produced a sample pool that was based 
solely on administrative decisions. Although this reluctance was seen 
in both Christian and public schools, it was more prevalent in the 
Christian school sector.
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Interviews with national and local Christian school educators 
revealed an ambivalence regarding research. Various national leaders 
strongly encouraged research efforts and suggested that a comparative 
study using public school groups would be beneficial; however, the 
local educators were reticent about the need for research. Therefore, 
some modifications in research procedures were necessary in order to 
gain access to the Christian schools. Oral communication replaced 
letters as a mode of corresponding. A phone call was more effective 
than written communication with overworked executives. Establishing 
the credibility of the researcher was overly important in order to 
counteract the reluctance of these educators to participate. A 
personal contact was often necessary in order to secure the needed 
cooperation. Most Christian school educators requested that the study 
be kept as straightforward as possible in order to be understandable to 
the Christian school community as a whole. However, the need to 
collect and monitor such data must be weighted against concern for 
experimental control and objectivity.
When samples of over 75 were used (this study had 147 subjects), 
William H. Fitts, the developer of the Tennessee Self-Concept Scale 
(TSCS), concluded that the variables of age, gender, education, 
intelligence, and race apparently exerted no systematic effect upon the 
self-concept.^ Other researchers have questioned these conclusions 
with particular reference to the age variable. Numerous investigators, 
particularly those engaged in research with adolescents, have reported 
data from allegedly normal groups which appear to deviate significantly 
from the TSCS norm group described in the TSCS Manual.^ To control
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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for the age factor, this study limited the sample to high school 
seniors. A review of the literature indicated that the self-concept 
has become fairly stable by the senior year of high school. In 
addition, the TSCS validation samples were highly representative of 
this particular age group.
It appears that the reason for this instrument having been used 
almost exclusively by mental health practitioners is because of its 
highly technical interpretations. The TSCS Manual is not easily 
comprehended by unqualified individuals. Therefore, the publisher has 
required purchasers to certify their eligibility to administer this 
instrument by furnishing their educational and experiential back­
grounds. At least a masters degree in counseling or social work is 
required to purchase and/or administer the TSCS. A new TSCS Manual is 
currently in publication and will perhaps alter these limitations.
Appropriate Interpretation of Treatment Effects 
According to the Christian school educators who participated in 
this study, there are certain spiritual functions conducted within the 
Christian school milieu that distinguish it from secular functions 
within the public school sector. It is essential that one has an 
understanding of what these functions are when conducting research that 
investigates the possible differing effect of the two types of schools. 
Some of these spiritual functions are as follows:
1. The Bible is the primary text of the school and forms not 
only the core of a class entitled "Bible," but its philosophical 
content undergirds all subjects taught within the Christian school.
The Christian schools in this study are evangelical in nature and
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purpose. That is, their philosophy posits that the soul is saved only 
through faith in Jesus Christ (i.e., the born-again experience), and 
students are encouraged to place their faith in Him.
2. All teachers are Christian and ideally present a role model 
that is overtly Christian in nature.
3. Prayer for students is a regular part of the school's 
ministry, and chapel services are conducted on a regular basis.
In order to further clarify the aforementioned spiritual func­
tions, the terms "evangelical" and "born again" will be defined in more 
detail below. These terms will be used numerous times throughout this 
dissertation.
Operational Definitions
The first three terms hereinafter mentioned were defined by the 
Christian school educators who participated in this study.
Religious Terminology
Evangelical. This term pertains to those Protestant churches or 
schools that emphasize salvation by faith in the atonement of Jesus 
Christ (i.e., the born-again experience).
Born Again. This term refers to the salvation experience that 
takes place in individual lives when they place their faith in Jesus 
Christ as Saviour and Lord. This involves an act of the will— the 
person's attitude changes. Though one may have previously been hostile 
toward spiritual matters, he or she now embraces scriptural principles 
as contained in the Bible. His or her outlook has been changed or 
reborn, thus the term "born again."
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Evangelical Christian High School. An evangelical Christian 
high school is one established by an evangelical Protestant church or 
other evangelical Protestant group. The program provides religious 
training in accord with the Christian ideal and ethic as found in the 
Bible, while maintaining a complete educational service in accord with 
the goals of American society. In large measure, these schools are 
supported by individual Protestant churches as well as by tuition and 
other offerings furnished by the patrons of the schools.^ The 
Christian high schools involved in this study are evangelical in nature 
and purpose. That is, their philosophy states that the soul is saved 
only through faith in Jesus Christ (i.e., the born-again experience), 
and students are encouraged to place their faith in Him.
Public High School. A public high school is one that is
organized and operated under a school district of a state. It is 
supported by tax revenues to provide education to any child of eligible 
age and residence. As a nonsectarian institution, it is administered 
by public officials and makes no tuition charge.^
The variables reported below were tested by employing the
Tennessee Self-Concept Scale and, therefore, are defined as found in 
the manual for the TSCS.^5
Total Self-Esteem Score. This score reflects the overall level 
of self-esteem. Persons with high scores tend to like themselves, feel 
that they are persons of value and worth, have confidence in them­
selves, and act accordingly. People with low scores are doubtful about 
their own worth, see themselves as undesirable, often feel anxious, 
depressed, and unhappy, and have little faith or confidence in
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themselves.
Physical Self. Here the individual is presenting his or her 
view of his or her body, state of health, physical appearance, skills, 
and sexuality.
Moral-Ethical Self. This score describes the self from a moral- 
ethical frame of reference— moral worth, relationship to God, feeling 
of being a "good" or "bad" person, and satisfaction with one's religion 
or lack of it.
Personal Self. This score reflects a sense of personal worth, 
feeling of adequacy as a person and an evaluation of one's personality 
apart from one's body or relationship to others.
Family Self. This score reflects the individual's feelings of 
adequacy, worth, and value as a family member. It refers to the 
individual's perception of self in reference to his or her closest and 
most immediate circle of associates.
Social Self. This is another "self as perceived in relation to 
others" category, but pertains to "others" in a more general way. It 
reflects the person's sense of adequacy and worth in his or her social 
interaction with other people in general.
Identity. These are the "what I am" items. Here individuals 
describe their basic identity— what they are as they see themselves.
Self-Satisfaction. This score comes from those items where 
individuals describe how they feel about the selves they perceive. In 
general, this score reflects the level of self-satisfaction or self­
acceptance.
Behavior. This score comes from those items that say "this is
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what I do," or "this is the way I act." This score describes people's
perceptions of their own behavior or the way they function.
Importance of the Study 
Educators have become more cognizant of students' self-esteem as 
a variable in the educational process. A recent survey of teachers and 
administrators revealed that the development of a positive self-concept 
on the part of students is a primary g o a l . I t  is important for both
public and Christian schools to become aware of the status of their
students' self-concepts so that appropriate goals and programs may be 
instituted to guide the student toward attaining an optimal self- 
concept. There is evidence in the literature that persons with optimal 
self-concepts tend to utilize their intellectual abilities more effi­
ciently than do those with poor self-concepts.47
Importance to Christian School Community 
To date, the evangelical Christian community has done little to 
investigate its successes, or lack of them. Raymond E. White, a leader 
in the Christian school movement, accounts for the limitation of Chris­
tian school research as follows:
Reasons for this are varied, but probably the newness of the 
movement is a primary explanation. Rapid expansion began following 
World War II. As a result, most energy was used in keeping up with 
the growth. There were not enough people free to do the needed 
investigation. Besides, it was assumed the schools were doing their 
job . . . .48
. . .  It could be that a better way to measure the success(es) of an 
evangelical Christian school would be to look at the self-worth of 
Christian school students . . . self-worth and academic performance 
are concepts that can be measured with already validated instru­
ments. 49
Because of the scarcity of evangelical Christian school research
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(especially in the area of self-concept) and the escalating growth of 
the evangelical Christian school movement, this study was designed to 
furnish foundational data which may serve as an impetus for further 
research. Its findings may have relevance to other Christian and 
public schools. Further research is needed to discover the interaction 
effect between the philosophical underpinnings and the unique environ­
ment of the Christian school milieu. If it is found that these two 
features of the Christian school are exerting considerable influence on 
the self-esteem of its population, perhaps further research will 
uncover specific methods that can be used successfully to raise self- 
worth scores. A self-esteem improvement program may not raise academic 
achievement, but it does preclude other tangible benefits that appear 
as important to the total school program as are the "basics." As 
Johnston, Markle, and Means (1981) state, a rich emotional life and 
good mental health may be the "most basic basics of all."50
Chapter Two will present a review of the literature that is 
pertinent to the variables upon which this study is based. The first 
section will examine the development of self-concept as a construct. 
Public and non-public education will be surveyed. The limitation of 
Christian school research will be noted. The final section highlights 
the Christian's view of self-concept.
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CHAPTER II 
SURVEY OF LITERATURE
Self-Concept: Historical Overview 
Interest in the self, what it is and how it develops, is not a 
recent phenomenon. Very early in history our ancestors began to think 
of what we today call the self. It took on various labels, but the 
conception of an inner driving force which influences one's behavior 
seems to pervade first the folk literature and later the more formal 
and chronological writings across many cultures. In order to trace 
some of the earliest formal writings on the concept of self, contribu­
tions from several fields of study must be examined.
The religious writings of early civilization reflect the belief 
that humanity has some inner regulatory agent which influences one's 
destiny. These writings speak of a soul or an inner being which has 
spiritual qualities and thus is a separate entity from the material 
body. The Grecian philosophies provide one of the first records of a 
concept similar to that of the self. According to Plato (427-347 B.C.) 
the soul exists before birth and is the initiator of activity—  
conscious, lifegiving, and non-material. Following Plato, Aristotle in 
the third century B.C. conducted a systematic and logical inquiry into 
the nature of the ego.^
Augustine (354-430 A.D.) and Thomas Aquinas (1100 A.D.), both 
philosophers and theologians, delved deeply into the essence of the 
inner self.2 Viney notes that Augustine in his Confessions, provided
22
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the first glimpse of introspection into the personal self. Aquinas' 
writings provided extensive exposition on the question of self- 
knowledge. ̂
In 1644, the French mathematician and philosopher Rene Descartes 
published his Principles of Philosophy, which provided a significant 
turning point in determining how non-material nature would be per­
ceived.^ With Descartes pointing the way, several other philosophers 
of this period also expounded upon the centrality of the inner "self" 
in systems of cognition and consciousness. On the continent, Spinoza 
and Leibnitz added their ideas about the mystery of the non-physical 
aspects of the human race.5 Meanwhile, the English philosophers,
Hobbes, Locke, and Hume, all were probing the nature of the self.
Hobbes advanced a code of ethics based on self-interest; Locke con­
ceived humankind as "a thinking intelligent being, that has reason and 
reflection, and can consider self as itself." Hume concentrated on an 
examination of personal identity.6
In summarizing the writings on the self in the seventeenth and 
eighteenth centuries, Purkey? notes that terms such as mind, soul, 
psyche, and self were often used interchangeably, with scant regard for 
an invariant vocabulary or scientific experimentation. For the most 
part, a general state of confusion in regard to the concept of self 
existed into this present century.
At the end of the nineteenth century, as psychology evolved from 
philosophy as a separate entity, self as a related construct moved 
along with it. However, as behaviorism swept over psychological 
thinking during the first 40 years of this century, the self all but 
disappeared as a theoretical or empirical construct of any stature.®
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Study of the self was not something which could easily be investigated 
under rigidly controlled laboratory conditions. Therefore, the subject 
was not considered an appropriate one for scientific pursuit.
Nonetheless, the concept was kept alive during the early part of 
the twentieth century by such men as Freud^ and James. These two men 
were prominent in formulating conceptions about the self and the ego, 
and their early conceptualizations laid the groundwork for several of 
the later self theories that emerged. During the period since World 
War II, the concept of self has been revived and has exhibited remark­
able vitality.
William James^ defined the self as the sum total of all that a 
man can call his— his body, traits, and abilities, together with his 
material possessions, family, friends, enemies, vocation and avoca­
tions. Dividing the various aspects of the self into three parts,
James listed: (1) the constituents of the self, namely the domains of 
self-evaluation, for example, the material me, the social me, and the 
spiritual me; (2) the feelings and emotions they arouse, such as 
specific forms of self-appreciation or self-dissatisfaction; and (3) 
the acts that they prompt, for example, self-preservation and self- 
seeking behavior.H Thus, for James, affects were not only reactions 
to one’s self-evaluation, but the impetus for the behavior that 
followed. He considered ego the individual's sense of identity. In 
addition to this global concept, James saw the self as including 
spiritual, material, and social aspects.
Freud's writings were a significant breakthrough in humankind's 
quest to understand internal processes. Freud gave much attention to 
self-understanding, under the rubric of ego development and
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functioning.^
In the late 1920s, the lines of demarcation among schools of 
psychological thought were being clearly drawn. Advocates of one or 
another of the organized schools felt compelled to disagree with the 
opposing ones. For instance, the Freudians emphasized unconscious 
motivation; the introspectionists rallied around the process of 
introspection as the way to explore consciousness; the gestaltists 
exalted the value of insight and emphasized the selective perceiver; 
and the behaviorists were busy discrediting the other systems of 
psychological thought and turned their attention almost exclusively to 
the study of observable behavior, claiming only this was fit for 
scientific inquiry. Appealing to the scientific method of studying 
phenomena, they espoused the strict hypothesis testing model of the
natural sciences.13
American psychologists working in clinics found behavioristic 
models too limited to account for the phenomena observed. Operational 
behaviorists acknowledged complex cognitive and motivational interven­
ing variables. Gestalt psychologists injected their phenomenological 
methods and theories into the stream of general psychology.!^
In 1961, Ruth C. Wylie published one of the most comprehensive 
books dealing with self-concept entitled The Self-Concept, A Critical 
Survey of Pertinent Research Literature. Wylie's book contained two 
separate volumes, the first of which was concerned with a conceptual 
treatment of methodology relevant to self-concept research and an 
evaluation of designs, procedures, and measurement techniques. Wylie 
claimed that the two most common usages of "self" may be dichotomized 
into those which refer to "self as agent or process and those which
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refer to self as object of the person's own knowledge and evalua­
tion."^ Wylie's work addresses itself to self as object.
In 1974, Wylie published a revised edition of her first volume; 
in 1979, a revision of the second volume a p p e a r e d . 16 i n  both volumes, 
Wylie gave major emphasis to conscious self-concept such as emphasized 
by phenomenological theorists Lecky, Rogers, Snygg, and Combs. There 
was a great deal of writing done in the 1940s and 1950s, but little 
empirical work was done prior to 1949. The significance of the self- 
concept construct has continued to grow among researchers, psycholo­
gists, sociologists, and educators.
Characteristics of the Self
As used in modern psychology, "self" has come to have two
distinct meanings. It is defined as the person's attitudes and
feelings about himself or herself, and at the same time, it has been
defined as a group of psychological processes which govern behavior and
adjustment. The first may be called a "self-as-object" definition,
while the second may be termed the "doer," involving the processes of
thinking, remembering, and doing.^
Commenting on the relationship between the two concepts of self,
Hall and Lindzey said:
The self whether it be conceived as an object or as a process or 
both, is not an homunculus or "man within the breast" of soul, 
rather it refers to the object of psychological processes or to 
those processes themselves, and these processes are assumed to be 
governed by the principle of causality. In other words, the self is 
not a metaphysical or religious concept; it is a concept that falls 
within the domain of scientific psychology.^
In contrast, Lewter claims that as the self seeks to synthesize
its experiences and gives meaning to life, a spiritual dimension may,
for many, become the integrating and modifying force. Lewter further
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posits that humans are characterized by a search for meaning rather 
than a search for self; and only this spiritual core, with its search 
for ultimate meaning, provides wholeness and oneness.19
According to Campbell, any science of psychology is incomplete 
unless it takes the God-oriented motive into account. Evangelical 
theology maintains that when persons are "born again" through faith in 
Jesus Christ, they receive new natures. Dominating their lives is a 
new motivation, the desire to serve and glorify God. The desire for 
self-esteem is not dead, but it becomes dominated by the desire that 
the Lord be esteemed.^
Hamachek^l expanded the above concepts by stating that an 
individual’s concept of himself or herself is a very personal posses­
sion. How one views oneself is determined partially by how one 
perceives oneself as really being, partially through how one views 
oneself as ideally wanting to be, and partially through the expecta­
tions one perceives that others have for him or her. These are 
complex, interrelated perceptual processes, no one of which is more 
important than the other. Depending on the individual, each of these 
three perceptions contributes more or less to his or her feelings of 
selfhood. For some, expressing their real selves, whatever it may be, 
is most important, and they struggle to stay as close in tune with the 
harmony of that inner self as is possible. For others, striving to 
become that ideal self is the guiding star which gives them their sense 
of purpose and direction. For still others, looking to and obeying the 
expectations of the world around them is their most satisfying mode of 
self-expression.
Acquiring a self-concept involves a slow process of
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differentiation as an individual gradually emerges into focus out of
his or her total world of awareness and defines progressively more
clearly just who and what he or she is. Jersild is probably as clear
as anyone about what the self is when he explained:
The self is a composite of thoughts and feelings which constitute a 
person's awareness of his individual existence, his conception of 
who and what he is. The self includes, among other things, a system 
of ideas, attitudes, values, and commitments. The self is a 
person's total subjective environment; it is a distinctive center of 
experience and significance. The self constitutes a person's inner 
world as distinguished from the outer world consisting of all other 
people and things.22
An individual's self-concept is constructed from his or her
perception of the kind of person he or she is. All individuals have
beliefs about their relative value and ultimate worth. Everyone feels
superior to some persons but inferior to others. One may or may not
feel as worthy or as able as most other individuals, and a great deal
of one's energy is spent attempting to maintain or modify one's beliefs
about how adequate he or she is or would like to be. It is through
this door of the self that an individual's personality is expressed.
How the self is expressed is a complex phenomena conveyed in different
ways by different people. It is one person's shyness and another's
boldness; it is one person's guardedness and another's openness; it is
one person's loving nature and another's vindictiveness.23
Research has shown that self-acceptance and personal happiness
have much to do with accepting others and enjoying what one is and what
one has, maintaining a balance between expectations and achievements.^
Healthy people see themselves as liked, wanted, acceptable, able, and
worthy. Not only do they believe they are individuals of dignity and
worth, but they act as if they are. It is in this factor of how
individuals view themselves that the most outstanding differences
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between high and low self-image individuals are likely to be found.
The Academic Self-Concept 
A substantial body of empirical data exists that links both 
students' school achievement and behavior to their feelings about 
themselves. The possession of a high self-concept does not "cause" 
higher academic achievement, but it appears to have a relation to it.25 
The attitudes students have about themselves and their ability to do 
school work depends partly on how they have been treated by people 
significant to them, their perceptions of school and teacher, and their 
experiences with success and failure.26
Based on research findings, Fitts stated that, in the academic 
performance of both students and teachers, the self-concept is a better 
prediction of non-cognitive behavior (attitudes, morale, social, and 
interpersonal behavior) than of purely cognitive performances. There 
is also evidence that persons with optimal self-concepts tend to 
utilize their intellectual abilities more efficiently than do those 
with poor self-concepts.22
Although it takes only a cursory glance at curriculum, methods, 
administration, or counseling literature to conclude that self-concept 
and its enhancement is a high priority consideration for the education 
professional, the reasons for this intense interest are somewhat 
elusive. "Common sense" seems to dictate that how students feel about 
themselves should influence how they perform school tasks and how they 
behave in the school environment. However, the correlations between 
general assessments of self-concept and a wide range measures of 
achievement and behavior have remained weak and i n c o n c l u s i v e . 28 
Because the logic of the relationship remains convincing, the area has
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not been abandoned by researchers, and more clearly focused and refined 
studies have yielded important conclusions that substantiate the 
professionals' interest in the enhancement of self-concept and the 
development of self-esteem.
A limited body of literature was identified which suggested that 
a direct linear relationship between self-concept and school achieve­
ment may exist. Brookover, Thomas, and Patterson (1964) reported 
correlations of .42 and .39 between grade point average and self- 
concept for 1,000 seventh g r a d e r s . 29 While this relationship is not 
strong, nevertheless, it is statistically significant.
Johnston postulated that it is practical significance, not 
statistical significance, that is important to practitioners, so it can 
probably be concluded that it is not the weak relationship between 
achievement and self-concept that gives self-concept its importance to 
the school professional. The intuitive significance that is attached 
to the student's self-concept probably results from a much stronger and 
more observable series of phenomena than what is suggested by the 
unimpressive correlation coefficients noted earlier.30 In order to 
trace this intuition, it seems vital to examine research which suggests 
the manner in which self-concept affects behaviors that are related to 
academic achievement.
Rosenberg and Gaier^l studied learning disabled (LD) and 
"normal" males in grades seven and eight. They discovered that LD 
students found it difficult to talk in front of their peers and, 
therefore, did not like to be called upon in class. The LD student 
also lacked tenacity, being more easily discouraged than were their 
"normal" counterparts.
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Studying reading group membership in the first grade,
Weinstein^2 found that students in low reading groups had lowered 
status in the classroom. This reduced status was reinforced by the 
teachers, thus leading to the conclusion on the students' part that 
they were different from others in the classroom.
In a similar study, Zimmerman and A l l e b r a n d - ^  found that good 
readers (those scoring high on reading achievement tests) could be 
characterized as better adjusted than the poor readers. They tended to 
set long range goals and express more confidence in their ability to 
meet those goals than did the poor readers who avoided long term goals 
and did not view their own effort as being closely related to future 
conditions or events.
Stanwyck and Felker^^ clarified this drive to act in accordance 
with one's expectations of one's own ability. In studying students in 
grades three through six, they found that these students had a need for 
"self-consistency," a term which describes the equilibrium resulting 
from acting the way one expects oneself to act. Low self-concept 
students enter a form of conflict whenever they succeed because it 
defies their own self-expectations. They can resolve this conflict 
either by adjusting their self-concept to accommodate the success, 
rejecting the success as meaningless, or evaluating the task as 
trivial. Low self-concept students tended to resolve this conflict by 
evaluating the task as trivial.
Research by C o o p e r s m i t h ^ S  added credence to the findings 
reported above. He discovered that individuals with high self-esteem 
approach tasks and other individuals with the expectation that they 
will be well-received and successful, whereas low self-esteem individ­
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uals believe they will be rejected and unsuccessful. By dwelling upon 
their ineptitude and failures, those low in self-esteem reduce their 
opportunities for achieving success.
In their study of law school students, Curtis, Zanna, and 
C a m p b e l l ^  showed that students with a low self-concept will act in 
ways that prevent the success they are capable of achieving in order to 
avoid the conflict that would result between self-expectation and 
successful performance. Students with high self-concepts did not 
appear to exhibit either this conflict or the accompanying self- 
defeating behavior.
Liska^? identified the manner in which self-concept may affect 
behavior by pointing out that an individual will seek consistency. 
Students with low self-concepts are likely to persevere in doing things 
that reinforce their images. This striving for consistency may take 
the form of disruptive behavior, because the student is accustomed to 
negative feedback from peers and teachers and does not want to 
experience the anxiety that would be produced by an alteration of 
behavior patterns.
Based on a longitudinal study of junior high school boys,
Reckless and Dinitz^S illustrate how dramatically self-concept can be 
related to behavior. The authors concluded that self-concept may have 
a direct bearing on the behaviors that are normally associated with 
juvenile delinquency. Boys with a positive self-concept were less 
likely to engage in behavior that would result in delinquency than were 
those with a lower self-concept.
Strommen conducted a study in which 7,050 students were inter­
viewed in order to find out some of their basic responses to life. The
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
33
students' responses indicated that the primary cry of youth is a cry of 
self-hatred, self-criticism, and loneliness. It is distress over 
character faults, lack of self-confidence, and low self-regard, all of 
which inhibit personal relationships with peers, parents, and G o d . 39
Stanley Coopersmith and his associates conducted an intensive 
seven-year study of 1,748 subjects. He reported findings that furnish 
a penetrating view of self-concept and the way it relates to behaviors 
associated with school performance in various a r e a s . ^0 On three
related variables, conformity, creativity, and independence, he found 
that high self-esteem subjects have a tendency to resist social 
pressures to conform, relying on their own analysis of situations and 
their own creative mechanisms in order to solve problems. The high 
self-esteem group was more likely to voice its convictions on an issue, 
regardless of what they perceived as the opinion of the majority. As 
expected, the high self-esteem individuals were less concerned than low 
self-esteem individuals with criticisms that might be levied by their 
peers for opinions or behaviors that were contrary to those held by the 
majority.
According to Coopersmith, high and low self-esteem groups also 
differed in creative performance, with high self-esteem individuals 
demonstrating more creative behavior on a variety of measures. He 
further posited that these differences were manifest across a variety 
of conceptual, linguistic, and artistic skills, and he suggested that 
those subjects who evaluated themselves highly were generally more 
capable of achieving and imposing original solutions than those who 
demonstrated less self-confidence.
Low self-esteem subjects were generally more aware of themselves
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
34
in public encounters and were likely to be self-conscious. According 
to Coopersmith, they had a tendency to fixate on their inadequacies, 
thus believing in the inevitability of failure. They paralyzed 
themselves with negative feelings by remembering previous failures, 
thereby reducing their chances for success in any public situation.
Among Coopersmith's most significant findings were those 
associated with the relationship between emotional states and self- 
concept. He concluded that individuals with low self-esteem led a more 
impoverished emotional life than those with high self-esteem. They had 
a tendency to exhibit greater anxiety and to demonstrate symptoms of 
poor mental health. Besides being more expressive and less anxious, 
individuals with high self-esteem were more apt to communicate a 
pleasant set of emotions and were less apt to demonstrate unhappiness 
or despondency.
Coopersmith also concluded that low self-esteem children 
possessed the tendency to be more violent and destructive than high 
self-esteem children. Low self-esteem children were more apt to fight 
and destroy property as they attempted to vent their personal hostili­
ties.
Sometimes educators assume that disadvantaged children are more 
likely to have lower self-concepts. However, Marsh and Parker (1984) 
conducted a study in an Australian setting and found that students in 
low-socioeconomic (SES)/low-ability schools had higher self-concepts 
than students in high-SES/high-ability schools.  ̂ Similar research 
studies carried out in this country obtained findings that concurred 
with those of Marsh and Parker (e.g., McGough and Kazanas 1979^2 and 
Soares and Soares 1971^3).
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
35
Leonardson^ studied the relationship between self-concept and 
selected academic and personal factors and found Grade Point Average 
(GPA) and self-concept to be significantly correlated. This finding 
concurred with that of Brookover, Thomas and P a t t e r s o n , ^5 C a m p b e l l , ^  
and Purkey^ who also found a significant relationship between self- 
concept and GPA.
Byrne^® investigated the relationship among general self- 
concept, academic self-concept, and academic achievement. Data were 
collected from 929 high school students in grades 9 through 12.
General self-concept and academic self-concept, albeit moderately 
correlated, were measured as separate constructs. The moderate 
correlation of .AO between academic self-concept and academic 
achievement supported the empirical findings of Calsyn and Kenny.^9 in 
addition, the moderate correlation between general self-concept and 
academic self-concept supported similar findings by Shavelson and 
B o l u s . a  moderate correlation between general self-concept and 
academic self-concept implied that high school students were able to 
distinguish between aspects of their self-concept which related to 
academic behavior from aspects which related to other types of 
behavior. Finally, that the general self-concept/academic achievement 
relation was found to be fairly weak, was consistent with other 
reported findings (O'Malley and Bachman).51
Pottebaum, Keith, and E h l y 5 2  conducted a longitudinal study to 
determine the presence and direction of the causal relation between 
self-concept and academic achievement. The results suggested that 
there was no significant causal relation between self-concept and 
academic achievement, but rather that the observed relation was the
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result of one or more uncontrolled and unknown third variables. As 
with any research, a non-significant difference does not necessarily 
support acceptance of the null hypothesis; several possible alternative 
explanations are available. First, self-concept and academic achieve­
ment may cause each other equally in a cyclical nature. The second 
possible explanation is that self-concept may cause academic achieve­
ment (or vice versa) but that the magnitude of the effect may be too 
small to be detected.
Purkey53 summarized the findings of self-concept research in 
school settings and concluded that research evidence clearly revealed a 
persistent and significant relationship between the self-concept and 
scholastic success on all grade levels, and that change in one appeared 
to be associated with change in the other. The author presented 
numerous studies indicating how the failing students viewed themselves 
and how their low self-images contrasted with the high self-images of 
the successful students. The research data did not furnish clear-cut 
support regarding which precedes the other— a low self-concept or 
scholastic failure; a high self-concept or scholastic success.
However, it did reveal a strong reciprocal relationship and provided 
ample evidence to conclude that in order to improve academic perform­
ance, educators should give greater emphasis to building positive and 
realistic self-concepts in their students.
In Purkey's view, educators have the responsibility to investi­
gate and to utilize the student's self-concept as a means of facili­
tating his or her academic performance. Purkey listed two appropriate 
ways in which an educator may discover how students see themselves: (1) 
"self-report," that which can be inferred from students' assertions
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from the students' behavior.54
The foregoing research findings indicate that the self-concept 
is a valid criterion of the individual's adjustment to life. Further­
more, within the theoretical framework of "self theory," the individ­
ual's concept of self is a powerful influence in behavior, facilitating 
learning and interpersonal relations, or inhibiting them if negative in 
nature. And since much of the value of investigating the self-concept 
of high school seniors lies in its utility for the educator, the next 
section will present an overview of recent national education reports.
Education Reports 
National attention has been drawn to the academic performance of 
students attending both public and private schools. Between 1983 and 
1985 more than a dozen reports were issued on the state of the nation's 
schools, from the primary grades through higher education. While the 
reports differed in many ways, all were critical of current educational 
practices. All recommended a series of changes in curricular content, 
testing and standards, methods of teacher training, teacher rewards, 
and locus of control over schools. Since A Nation at Risk was issued 
in 1983, school reform has been one of the nation's first priorities.
The reports emanated from diverse sources; however, there was 
much overlap among individuals serving on the numerous commissions that 
produced these reports; for example, Patricia Graham and John Goodlad 
were members of several of the panels. Despite this, there was con­
siderable diversity among the reports about the nature and degree of 
crisis in America's schools, what reforms are necessary, and how 
"excellence in education" relates to the country's social, political,
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and economic life.
The work of such researchers as Coleman (1981) and Greeley 
(1981) has begun to change the amount of attention being given to non­
public education in America. Not that non-public education is insig­
nificant, for statistics reported in the Washington Post (February 3, 
1985) revealed that the number of Christian schools had grown from 
several hundred in the 1960s to more than 10,000, with close to a 
million students enrolled, and the number was growing nearly 80,000 per 
year.55 a similar report in USA Today indicated that in 1983 nearly 
one school in four in this country was private.56
In 1972, the National Center for Education Statistics (NCES), a 
federal agency, conducted a national longitudinal study of the effects 
of schooling on the life and work of the young. The result was the 
National Longitudinal Study (NLS) of the senior high school graduates 
of 1972. The NLS has since been followed up at several other points in 
time. These NLS tapes have provided a valuable data bank on the 22,000 
students in the original stratified, random sample and on the thorough
follow-ups.57
The High School and Beyond (HSB) study closely followed the NLS. 
The HSB study duplicated many of the NLS questions, attitude items and 
tests, for comparisons across time. But HSB went beyond the earlier 
data set in important respects; it included sophomores in addition to 
high school seniors. It sampled 58,728 students in 893 public and 122 
private high schools and added variables not studied earlier.53 
Furthermore, it claimed to have over-sampled certain types of schools, 
including private schools, in order to permit more sensitive compari­
sons of differences thought to be of scientific interest or policy
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relevance.
For the collection of this new data set, the NCES selected the 
National Opinion Research Center (NORC) at the University of Chicago, 
with James C. Coleman as principal investigator. The primary purpose 
of HSB was the compilation of data and preparation of the tapes in 
usable form. A secondary purpose of HSB was the production of overall 
introductory "reports," intended as descriptive summaries of the data 
and the various other predominant relationships.59
The first NORC report was presented on April 7, 1981, in a 
Washington, D.C. seminar entitled "What Do We Know About Private 
Schools?" The seminar presentation was made by James Coleman, Thomas 
Hoffer, and Sally Kilgore.60
Subsequent to the presentation of the aforementioned report in 
April of 1981, Duke University researchers re-analyzed a portion of the 
HSB data and reached contradictory conclusions. Specifically, they 
examined two of the widely publicized conclusions of the NORC report,
(1) that private schools produce better cognitive outcomes, even after 
controlling for student quality, and (2) that private schools are more 
integrated than public schools.61 Both of these conclusions, according 
to the Duke researchers, seem to be predicated on faulty definitions 
and can be refuted within the same data set used by NORC.
Page and Keith, who participated in the Duke University study, 
reported that their data analysis does not close the case for the 
nation's private schools. They posited that the NORC descriptive data 
still stand: the usual private school was seen as a somewhat more 
orderly, more demanding, safer, fairer educational institution than the 
usual public school.
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Other critics who re-analyzed Coleman's 1980 data were Alexander 
and Pallas,62 and Willms.63 They argued that the alleged benefits of 
Catholic schooling were either far smaller than Coleman had claimed, 
statistically insignificant, a by-product of specification error, or 
all three.
Hoffer, Greeley, and C o l e m a n , 6 4  W i l l m s , 6 5  and Alexander and 
Pallas^G have now used the 1982 follow-up data for the 1980 sophomores 
to check their earlier claims. The following conclusions can be drawn 
from these three studies:
1. Juniors and seniors learn slightly more in Catholic high 
schools than in public high schools.
2. The magnitude of this advantage is uncertain. The point 
estimates average 0.03 or 0.04 standard deviation per year in HSB, 
depending on whether we focus on the typical Catholic-school sophomore 
or the typical public-school sophomore. But the confidence interval 
for the population value is very broad and the effect varies by test.
3. The evidence that Catholic schools are especially helpful 
for initially disadvantaged students is quite suggestive, but not
c o n c l u s i v e . 6 7
Reacting to Coleman's (1981) study, G r e e l e y 68 focused his 
research on the Catholic sector of secondary education. His priority 
was the minority student in the Catholic educational system. Greeley's 
findings indicated that Black and Hispanic students were approximately 
one half of a standard deviation ahead of their public school counter­
parts. He attributed this superior performance to the stricter disci­
plinary climate of the Catholic school and/or its superior instruc­
tional environment.
In view of Coleman's and Greeley's findings that the usual 
private school was a somewhat more orderly, more demanding, safer, and 
fairer educational institution than the usual public school, S o m m e r 6 9  
posited that if a parent prefers that a child has that particular type
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of environment, the cost of private school attendance may be justified. 
Furthermore, he stated that if the government is willing to share some 
of this parental expense, in view of the savings from the public tax 
burden, this remains an educational, economic, political, and philo­
sophical option that requires further consideration.
The aforementioned studies involving private schools included 
the Catholic sector of secondary education in their research samples; 
however, no mention was made of having included any evangelical 
Christian schools in the samples. The next section of this literature 
review will present studies that dealt with the evangelical Christian 
school community.
Christian School Studies
In Holmes' (1983) study What Parents Expect of the Christian
School, it was found that approximately six out of ten (57.7%)
Christian school parents chose Christian school enrollment for their
children for one distinct purpose— to have their children in a Christ-
centered academic (CCA) environment. Their wish for CCA was so
prevalent that even the desire for a strong academic environment could
only garner less than half as many first place votes (24.6%) for the
primary reason for enrollment.
Some of Holmes' research conclusions were as follows:
The greatest difference among the sample of parents occurred when 
the parents were placed in the categories of born again evangelical 
households and non-born again households. Christ-centered academics 
(CCA) was the primary reason for enrollment for all three ethnic 
groupings and for the born again households. This trend was so 
strong that in every ethnic tabulation the percentages for CCA were 
double that of Academics. But, for the non-born again households, 
Academics emerged as the primary enrollment reason.^0
Holmes offered explanations for the findings of his study:
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An unquestionable stand for Christ-centered education may cause some 
people to shy away from enrolling their children, but the evangeli­
cal Christian school will only appeal to a limited portion of the 
population anyway. Those parents who find their children's needs 
met by the Christian school seem to want some very specific things—  
Christ-centered academics, strong academics, a disciplined environ­
ment, and a caring staff. All of these the evangelical Christian 
school, with its unique approach to education, can offer.^l
Since religion was such a major factor in enrollment, the majority 
of the parents would probably not be pulled back into the public 
system through the offering of alternative schools that are proposed 
in various parts of the country. Also, based on the constraints of 
American law, it would be inconsistent to presume that the Christian 
school would be eligible for public monies to help alleviate the 
impact of the growing costs of private education.'2
Research in Kentucky and Wisconsin on administrators and parents 
in evangelical Christian schools indicated the reasons why such schools 
were started and why families sent their children to them. Admini­
strators started Christian schools primarily for religious reasons— to 
promote their students' "religious salvation and moral development" and 
to offer alternatives to the public schools' "secular humanism"— and 
only secondarily for educational reasons. Parents sent their children 
to Christian schools both because of church membership and religion and 
because of dissatisfaction with public schools' academic quality, 
discipline problems, and violence. Parents continued patronizing 
Christian schools because they were satisfied with the quality of 
education, they could afford the tuition, their children liked the 
schools' small size, and the commitment of the teachers. 3̂
White (1985) employed a recently-developed questionnaire to 
compare the spiritual development of evangelical high school seniors 
attending Christian schools and public schools and concluded that there 
were no significant differences in mean scores between evangelical 
Christian school students and evangelical public school students. The 
implication of this finding is that the Christian school treatment does
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not make a significant difference in spiritual growth and develop­
ment.^
In retrospect, White surmised that perhaps a better way to 
measure Christian school successes would have been to measure the self- 
worth of Christian school students, for self-worth is a concept that 
can be measured by a previously validated instrument. Thus, he 
contends that it may be more valid to measure the effects of spiritual 
growth as reflected in the evaluation of self-esteem, rather than the 
spiritual growth itself.
Most religious schools exist to give not only an academically 
sound education, but to inculcate the religious philosophy of the 
institutions into the characters of its students. As Holmes (1983) 
pointed out, within the Christian community parents do not choose 
Christian schools primarily for academic reasons. Their main concern 
is for a philosophy of education that is in harmony with what is taught 
at home and in the church. Therefore, various studies have been 
conducted to examine how effective religious schools are (White 1985; 
Holmes 1983; Harris 1981; Dalrymple 1981; Bonnot 1981; O’Gorman 1979; 
Rossi and Rossi 1961).
To date, however, little or no research has dealt with the 
effectiveness of Christian schools in regard to self-concept 
development. The purpose of this study is to lay the groundwork for 
future research in this area.
Limitation of Christian School Research
Catholic educators have done several studies concerning the 
effectiveness of their schools (Lee 1987; Jensen 1986; Harris 1981; 
Dalrymple 1981; Bonnot 1981; O'Gorman 1979; Rossi and Rossi 1961). As
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of this date, however, the evangelical Christian school movement has 
done little to investigate its successes (White 1985). Therefore, 
Christian school educators could, with good reason, view this study as 
a legitimate area for research.
Public Versus Private Education 
The current research findings on public and private schools 
reported above seem to indicate that public education in America has 
been problematical. National reports have drawn attention to the lack 
of academic progress being made in many public schools (Goodlad 1984; 
Sizer 1984; Peterson 1983; Boyer 1983; Bell 1983). At the same time 
studies have been conducted concerning the progress of students in 
private education (Greeley 1981; Coleman, Hoffer, and Kilgore 1981).
The comparison of public and private education would seem to indicate 
that students perform better in private schools.
Recently the urban public school system has begun to focus more 
attention on the role that limited cooperation and consensus have 
played in their lack of progress. Perhaps the Christian schools have 
been more effective because, theoretically, their leaders, teachers, 
parents, and students are philosophically attuned. Their dedication to 
a Biblical view of education allows the constituents of the Christian 
school to concentrate on educational progress. Because the 
philosophical issues were settled before the creation of the Christian 
educational institution, there need not be a continual upheaval 
regarding values and priorities.
In addition, the numerous characteristics of Christian schools 
which comprise the school climate or "ethos," especially concentrated 
in the teaching staff and in what many have identified as a sense of
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community, may exert a positive influence on self-esteem. Future 
research may show that the differences between public and Christian 
school students diminish if the public schools establish a school 
environment similar to the environment found in Christian schools.
Lee^5 states that if schools are to be realistic, effective, and 
educational, they must meet their clientele's basic needs including 
religious needs. If public schools wish to defuse public dissatisfac­
tion and to provide a rich education for all students, they must boldly 
develop plans and programs which are genuinely pluralistic.
Self-Concept and the Christian 
McDill^ expanded the above concepts by claiming that the 
Christian faith promotes a healthy self-respect and, in turn, a 
healthier self-concept. "Love for self" is an essential by-product of 
Christian doctrine. It is cited in a familiar passage from the Bible, 
"Thou shalt love thy neighbor as thyself," (Mark 12:31).
What is the role of self-esteem in the Christian experience? 
Blitchington^? asserts that when you refer to a Christian's self- 
concept you are actually referring to the experience of self-worth, not 
self-esteem. He claims that self-esteem is another term for egotism 
and therefore has no relevance for Christians. Self-worth, on the 
other hand, is what individuals feel when they know that God loves 
them. Furthermore, in some areas, the Christian with low self-esteem 
may be better off than the one with high self-esteem. He also states 
that the anxious person with low self-confidence may be more open to 
the changes induced by the "born-again experience." Paul wrote in 
Romans 12:3 that the Christian was "not to think of himself more highly 
than he ought to think."
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Is it possible that the person with low self-esteem finds it 
easier to depend upon God than the person with high self-esteem? Can 
high self-esteem sometimes become a barrier, preventing individuals 
from calling upon God and impelling them to rely upon themselves rather 
than God? These questions invite further exploration on the Christian 
aspect of self-esteem.
Blitchington states that the best way to handle low self-esteem 
is to use it as a motivation for developing a deeper relationship with 
God. Sometimes human beings need to experience a sense of worthless­
ness or pain before they are willing to turn to God. By identifying 
oneself with God, individuals can insure their own identities. The 
greatest need for the Christian is not for self-esteem but, rather, for 
self-worth. It is for a connection to God. After that, self-esteem 
will take care of itself.78
It seems plausible to conclude, from the above survey of the 
literature, that there are significant reasons for stressing the 
enhancement of self-concept in the schools. Although much has been 
written about the construct of self-concept and much research has been 
conducted on the topic, it is apparent that more has yet to be done in 
this area. From the work that has been completed, it seems safe to say 
that a person's self-concept is an important aspect of that individual 
and will play a primary role not only in general behavior, but also in 
personal success.
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CHAPTER III 
METHODOLOGY
This study sought to determine what differences exist in the 
self-concepts of seniors from reporting public high schools and seniors 
from reporting Christian high schools as measured by the Tennessee 
Self-Concept Scale (TSCS). In order to control for possible differ­
ences between the two groups due to other factors, the research design 
employed subscales of the TSCS as covariates in the data analysis. It 
was predicted that there would be significantly higher scores on the 
Moral-Ethical Self, Self-Satisfaction, and Behavior scales of the TSCS 
for seniors from Christian high schools as compared to the seniors of 
public high schools.
Sample Description and General Testing Procedures 
Subjects for the investigation consisted of 147 seniors in public 
high schools and Christian high schools in three cities in southeastern 
Virginia. One public high school and one Christian high school were 
selected from each of the cities of Norfolk, Portsmouth, and Chesa­
peake. The city of Virginia Beach was also chosen to be a part of the 
sample; however, the director of research for that public school system 
declined to participate.
One public school was chosen by the director of research in each 
city sampled. The principal of each selected school identified one 
intact senior English class to participate in the study. An English
52
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class was chosen because all students are required to take English, and 
it was thought that a sampling from this group would be most likely to 
represent all types of students. Table 1 describes the sample, showing
the city, type of school, and number of seniors
TABLE 1 
DESCRIPTION OF SAMPLE
involved in this study,








A Christian school was selected from each of the public school 
districts involved in the study. The Christian school reporting the 
highest number of seniors was chosen in order to have a comparable 
number of subjects with the public school in that particular city.
Once permission to participate was received from the principal, 
telephone contact was then made with the senior English teacher in each 
school. After the study was explained to them, testing dates were 
scheduled for the months of October and November, 1986.
The TSCS instruments were administered by the principal
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investigator to each of the six intact classroom groups during a 
regular class period. Students were given the option of refusing to 
take part in the study. However, all students elected to participate. 
The standardized instructions which appear on the front of the instru­
ment were read verbatim, and the researcher employed similar adminis­
tration procedures in each of the testing sessions. Confidentiality of 
testing was maintained, as subjects were not asked to submit their 
names. In schools where individual feedback was requested, the 
students were asked to provide their social security numbers as a means 
of identification. Those subjects not knowing their social security 
numbers were instructed to use their telephone numbers.
It should be noted that the researcher added one item to the TSCS 
standardized instructions. Each subject was requested to record his or 
her current grade point average (GPA). The data collected were not 
used, however, because of the confusion and inconsistencies that 
surfaced during data collection procedures. Most Christian school 
seniors were unfamiliar with the term "GPA" and could not make an 
accurate estimate. The public school seniors were, in most cases, able 
to record their GPAs; however, public school educators revealed that 
each of the three public schools had different ways of recording the 
grade point averages of its students.
Several of the schools requested individual feedback regarding 
each student's self-concept (in addition to the group results). To 
those schools, the researcher supplied each participant with a graph 
and brief verbal synopsis depicting his or her self-concept profile.
Instrumentation 
The Tennessee Self-Concept Scale (TSCS) was selected as the
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instrument to be used to measure the self-concept of the seniors in 
this study. Robinson and Shaver, in listing some 61 scales that 
measure self-concept, placed the TSCS at the top of the list in 
perceived overall quality in measuring self-concept of individuals.
The TSCS is an objective, Likert-type, self-report scale 
developed from a clinical mental health perspective. It measures self- 
concept across many sub-areas, providing both an overall self-esteem 
score and a complex self-concept profile. The scale consists of 100 
self-descriptive statements which subjects use to portray their 
pictures of themselves. Ninety of the statements are equally divided 
into five general categories: Physical Self, Moral-Ethical Self,
Personal Self, Family Self, and Social Self. The remaining ten 
statements comprise the Self-Criticism Scale.
Scoring on the TSCS uses a phenomenological system for classify­
ing items on the basis of what the subjects themselves report about 
themselves. A 3x5 classification scheme is used to interpret perform­
ance. An analysis of the individual's responses conveys three cate­
gories: (1) This is what I am, (2) This is how I feel about myself, and 
(3) This is what I do. These three types of statements form the three 
horizontal categories. These scores represent an internal frame of 
reference within which individuals describe themselves.
In addition, the item pool analysis also indicates the subjects' 
external frame of reference. This external frame of reference forms 
the five vertical categories: Physical Self, Moral-Ethical Self,
Personal Self, Family Self, and Social Self. These categories comprise 
the five Column Scores of the Score Sheet. Thus, the whole set of 
items is divided two ways, vertically into columns (external frame of
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reference) and horizontally into rows (internal frame of reference) 
with each item and each cell contributing to two different scores. For 
example, the Self-Satisfaction (how I accept myself) category refers to 
how I accept myself physically, morally, socially, and so on. This 
score comes from those items where individuals describe how they feel 
about the selves they perceive. In general, this score reflects the 
level of self-satisfaction or self-acceptance.
On the TSCS, there are five response categories for each ques­
tion, running from "completely true" (5) to "completely false" (1).
The total positive score for the items comprise the overall self-esteem 
measure.
Examples of items are as follows:
13. I take good care of myself physically, (physical)
33. I try to change when I know I'm doing things that are wrong, 
(moral)
42. I am losing my mind, (personal)
58. I am not loved by my family, (family)
89. I do not forgive others easily, (social)
Two of these items are keyed so that agreement indicates high 
self-esteem. For the other three items, scoring is reversed, thus low 
scores would add to a positive score for that scale. Therefore, the 
total score possible for these five items would be 25. Each of the 
sample items has the sub-area of self-esteem which it represents noted 
after it. The TSCS may be either hand or computer scored.
Psychometric Data
The standardization group from which the norms were developed was 
a broad sample of 626 people from various sections of the country.
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They ranged in age from 12 to 68. There were approximately equal 
numbers of both sexes, both black and white subjects, representatives 
of all social, economic, intellectual, and educational levels from 
sixth grade through the Ph.D. Subjects were obtained primarily from 
high school and college classes.2
The TSCS manual reported that samples from other populations do 
not differ appreciably from the norms, provided they are large enough 
samples (75 or more). Additionally, the effects of such demographic 
variables as gender, age, race, education, and intelligence on the 
scores of this scale are negligible. Several studies are cited, one 
using high school students, that provide evidence that there is no need 
to establish separate norms by age, gender, race, or other variables.
The norms are over-represented in number of college students, white 
subjects, and persons in the 12 to 30 year age bracket.3
Thompson^ disagrees with Fitts' conclusion that there are no 
significant age differences in self-concept as measured by the TSCS.
His findings reveal that numerous investigators, particularly those 
engaged in research with adolescents, have reported data from allegedly 
normal groups which appear to deviate significantly from the TSCS norm 
group described by Fitts. Therefore, it appears that age is an 
important variable in accounting for individual differences in self- 
concept, especially for young people (under 20). These findings mean 
that age is a variable which must be controlled or accounted for in 
some fashion. This researcher controlled for the age factor by 
limiting the sample to high school seniors.
Test-retest reliability coefficients reported in the test manual 
range from .64 through .92 from a study with 60 college students over a
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two-week period. Using a shortened version of the TSCS with psychiat­
ric patients, a reliability coefficient of .88 was obtained for the 
Total Positive Score. Fitts finds other evidence of reliability in the 
similarity of profile patterns through repeated measures of the same 
subjects over long periods of time. Through various types of profile 
analyses he demonstrates that the distinctive features of individual 
profiles are still present for most persons a year or so later.
Correlations with other measures further assessed validity.^ 
Correlations between MMPI scores and comparable scores on the TSCS 
ranged from .27 to .70. Correlation ratios indicate a rather clear 
nonlinear relationship between scores on the Edwards Personal Prefer­
ence Schedule and the TSCS. Predictive validity is further assessed 
in the numerous studies cited in Tennessee Self-Concept Scale Bibliog­
raphy of Research Studies^ that dealt with self-concept as a criterion 
of change and furnished evidence that the self-concepts of individuals 
are altered as a result of significant experiences.
Statistical Analysis
Data collected within this investigation were subjected to one­
way multivariate analysis of covariance (MANCOVA)^ to determine whether 
the Self-Satisfaction scores, the Behavior scores, and the Moral- 
Ethical Self scores of the TSCS varied as a function of the type of 
school. Adjustment was made for three covariates. One covariate was 
the Identity score on the TSCS. The other two covariates represented 
composite scores: the first represented a combination of the Physical 
Self score and the Personal Self score on the TSCS; the other repre­
sented a composite of the Family Self score and the Social Self score 
on the TSCS. Following a significant overall MANCOVA, separate
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univariate F tests were employed to determine which dependent variables 
were significantly related to the school of attendance.
The researcher selected the Self-Satisfaction, Behavior, and 
Moral-Ethical Self subscales as the three dependent variables because 
they seemed most likely to discriminate between the two groups. The 
remaining five subscales were chosen as covariates because the 
researcher predicted that the two groups would be similar on these 
measures. In essence, the covariates were used to statistically match 
the independent variable groups, thereby reducing prior differences by 
equating all subjects on the measured covariate scores. With multiple 
covariates, however, a point of diminishing returns can quickly be 
reached, especially if the covariates are highly correlated with one 
another.8 Therefore, the researcher decreased the number of covariates 
from five to three by forming composite scores from related subscales. 
Close examination of the various subscales of the TSCS revealed that 
the Physical Self subscale and the Personal Self subscale were similar 
and probably highly correlated with each other, so these two scores 
were combined to form a composite score. The Family Self subscale and 
the Social Self subscale were also found to be comparable and highly 
correlated; they, too, were used as a composite score. (The breakdown 
of the 100 items on the TSCS into categories is presented in appendix 
A.)
The SAS stepwise regression analysis was performed as an addi­
tional check on the data. Prior to the use of the statistical proce­
dure, covariates were chosen by the researcher based on what they 
appeared to measure and the fact that they were likely to reduce 
potential pre-existing differences between schools. As an objective
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check against the selection of covariates, a multiple regression 
procedure was employed which allowed the covariates to mathematically 
form the best linear combination for removing extraneous differences. 
Then the variables of interest were added to the equation to see if 
they still distinguished between the two types of schools. The results 
were redundant to those obtained in the MANCOVA procedure. (The 
computer print-outs for SAS stepwise regression can be found in 
appendix D).
The .05 level of significance was established as the criterion 
for the statistical tests. The statistical analysis was completed by 
using the Statistical Analysis Systems (SAS) at Old Dominion University 
Computer Center, Norfolk, Virginia.
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CHAPTER IV 
RESULTS
The purpose of the present investigation was to ascertain the 
differences in self-concept between public and Christian high school 
seniors as determined by the Tennessee Self-Concept Scale (TSCS). 
One-way multivariate analysis of covariance (MANCOVA) was employed to 
measure whether the Moral-Ethical Self scores, Behavior scores, and 
Self-Satisfaction scores varied as a function of the type of school 
after adjusting for the covariates.
Means and standard deviations of each subscale by type of school 
are presented in table 2. Comparison of mean scores and standard 
deviations indicates differences between Christian and public schools 
in several categories. Of note are mean differences on the Total-Self, 
Self-Satisfaction, Behavior, and Moral-Ethical Self subscales.
Inferential analysis of the data was done through SAS MANCOVA 
using the general linear models procedure. Results of evaluation of 
assumptions of normality, homogeneity of covariance matrices, 
linearity, homogeneity of regression, and multicollinearity were 
satisfactory. Covariates were judged to be adequately reliable for 
covariance analysis.
After statistically adjusting for differences in the covariates 
(Physical Self/Personal Self composite score, Family Self/Social Self 
composite score, and Identity score), the dependent variable (Moral- 
Ethical Self score) made a significant contribution to the composite
62
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TABLE 2
SCORES ON THE TENNESSEE SELF-CONCEPT SCALE
Variable Type of School Mean Standard Deviation
Total Self Christian3 339.90 13.39
Public^ 335.47 7.88
Identity Christian 125.55 3.86
Public 125.91 1.04
Self-Satisfaction Christian 105.22 3.99
Public 103.39 3.59
Behavior Christian 109.13 6.13
Public 106.17 3.65
Physical Self Christian 70.41 2.21
Public 71.07 1.29
Moral-Ethical Self Christian 69.13 3.21
Public 65.88 2.97
Personal Self Christian 65.91 3.23
Public 66.12 1.19
Family Self Christian 66.71 2.77
Public 65.47 1.54
Social Self Christian 67.77 2.42
Public 66.76 2.77
an = 73 
bn = 74
dependent variable that best distinguished between public and Christian 
schools, F = 9.25, p<.01 (table 3). Another dependent variable, the 
Behavior score (table 4), after adjustment for covariates, also made a 
significant contribution to the composite dependent variable, F = 4.17, 
p<.05. (The MANCOVA computer printout is located in appendix C.)
The last dependent variable, the Self-Satisfaction score, did not
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TABLE 3
UNIVARIATE ANALYSIS OF COVARIANCE FOR MORAL-ETHICAL 
SELF SUBSCALE ON THE TENNESSEE SELF-CONCEPT SCALE
Source DF Type I SS F Value PR>F
Physical Self/Personal Self 1 1935.18 45.31 0.0001
Family Self/Social Self 1 498.92 11.68 0.0008
Identity 1 252.54 5.91 0.0163
School 1 394.93 9.25 0.0028
Error 142 6064.28
Corrected Total 146 9145.85
Physical Self/Personal Self, Family Self/Social Self, and Identity
subscales were used as covariates.
TABLE 4
UNIVARIATE ANALYSIS OF COVARIANCE FOR BEHAVIOR 
SUBSCALE ON THE TENNESSEE SELF-CONCEPT SCALE
Source DF Type I SS F Value PR>F
Physical Self/Personal Self 1 11255.57 268.05 0.0001
Family Self/Social Self 1 2807.76 66.87 0.0001
Identity 1 511.24 12.18 0.0006
School 1 175.23 4.17 0.0429
Error 142 5962.638
Corrected Total 146 20712.42
Physical Self/Personal Self, Family Self/Social Self, and Identity 
subscales were used as covariates.
make a statistically significant contribution to the composite depen­
dent variable after adjustment for the covariates, F = .66, p^.05
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(table 5). Even though the Self-Satisfaction score was not statisti­
cally significant, the Christian school group did score slightly higher 
than the public school group on the means (105.22 for the Christian 
school group and 103.39 for the public school group).
TABLE 5
UNIVARIATE ANALYSIS OF COVARIANCE FOR SELF-SATISFACTION 
SUBSCALE ON THE TENNESSEE SELF-CONCEPT SCALE
Source DF Type I SS F Value PR>F
Physical Self/Personal Self 1 14331.41 301.73 0.0001
Family Self/Social Self 1 3522.88 74.17 0.0001
Identity 1 472.55 9.95 0.0020
School 1 31.41 0.66 0.4175
Error 142 6744.75
Corrected Total 146 25102.99
Physical Self/Personal Self, Family Self/Social Self, and Identity 
subscales were used as covariates.
Analogous to the use of the post hoc procedure following a 
significant overall F, the usual method of further analysis after a 
significant MANCOVA is to run a univariate F test. Tables 3, 4, and 5 
present the results of the univariate F tests for the Moral-Ethical 
Self subscale, the Behavior subscale, and the Self-Satisfaction 
subscale.
Four test statistics were used for inferring population differ­
ences on the basis of sample data.l All four test statistics (Wilks' 
Criterion, Pillai's Trace, Hotelling-Lawley Trace, and Roy's Maximum 
Root Criterion) provided the same answer, .0209, in assessing mean
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differences. These four criterion references indicated that the 
combined dependent variables were significantly related to the combined 
covariates, approximate F(3,140)=3.35, p<.05. Table 6 presents the 
results of the overall MANOVA.
TABLE 6
MULTIVARIATE ANALYSIS OF VARIANCE TEST CRITERIA FOR 
THE HYPOTHESIS OF NO OVERALL SCHOOL EFFECT
Test Statistic DF PR>F
Wilks' Criterion F(3,140) .0209
Pillai's Trace F(3,140) .0209
Hotelling-Lawley Trace F(3,140) .0209
Roy's Maximum Root Criterion F(3,140) .0209
Physical Self/Personal Self, Family Self/Social Self, and Identity 
subscales were used as covariates.
In summary, findings of this study indicated that the seniors of 
Christian high schools scored significantly higher on the Moral- 
Ethical Self score and the Behavior score of the TSCS than did the 
public high school seniors. Differences between the Christian high 
school and public high school seniors on the Self-Satisfaction score on 
the TSCS were not significant at the .05 level.
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CHAPTER V 
CONCLUSIONS AND RECOMMENDATIONS
This study made a contribution to the advancement of knowledge 
by building a data base ir. the area of Christian self-concept. Compari­
sons were made between selected seniors from public and Christian high 
schools employing three of the subscales of the Tennessee Self-Concept 
Scale (TSCS) as variables. Variations in these variables, as a func­
tion of the type of school, were identified after adjusting for the 
covariates (the remaining subscales of the TSCS) using a multivariate 
analysis of covariance (MANCOVA) statistical procedure.
Conclusions
Based on the analysis of the data obtained in this study, and 
subject to the delimiting factors stated in Chapter I, the following 
conclusions are warranted!
1. Selected Christian high school seniors had significantly 
higher means on the Moral-Ethical Self Scale of the TSCS than did 
selected public high school seniors.
This conclusion may be partially explained by the research 
reported by Holmes (1983) and Turner (1981) showing that Christian 
school parents made strong statements regarding their religious 
commitments. Since Christian education is based on the moral-ethical 
precepts of the Bible, it seems likely that Christian school students 
would score higher on such TSCS items as "I am true to my religion in
68
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my everyday life," and "I am satisfied with my relationship to God."
Another possible explanation for the higher scores of Christian 
high school seniors in the Moral-Ethical Self category may be the 
result of the "born-again" experience that has been manifested in their 
lives. According to evangelical doctrine, the "born-again" experience 
would cause students to seek a closer relationship to God and to be 
more interested in Biblical teaching and church attendance. Logically, 
then, we might assume that they would also prefer to be in a school 
setting where religious principles are being postulated.
It might also be concluded that the differences in the Moral- 
Ethical Self category are due to selection factors. The reasons that 
students select and remain in Christian high schools may have more to 
do with moral-ethical matters than those who select and remain in 
public schools. Furthermore, it should be understood that the explana­
tions regarding the conclusions of this study are the speculations of 
the researcher, who recognizes that other variables, such as cultural 
elements, academic ability, family life, or socioeconomic status, may 
also be impacting these results.
2. Statistical significance did exist for the hypothesis 
regarding the Behavior Scale score. The means on the Behavior Scale 
differentiated between the two groups in the direction of the Christian 
high school group.
The findings concerning the Behavior category and the Moral- 
Ethical Self category parallel the conclusions of clinical psychologist 
Clyde Narramorel and Christian counselor Jay Adams^, who report that 
one’s religious conversion (i.e., "born-again" experience) signifi­
cantly affects the individual's personality and behavior. They claim
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that those who have had a born-again religious experience tend to 
exhibit more socially acceptable behavior; and, in turn, they have a 
higher estimation of their own self-worth.
Both Narramore and Adams claim that the behavior-self-concept 
relationship is a reciprocal one. Not only does one's self-concept 
affect behavior but the reverse is also true. Furthermore, they report 
that their counseling experiences have caused them to conclude that 
one's behavior has more of an effect on self-worth than vice versa.
This finding suggests that educators may need to concentrate more on 
changing behavior as a means of raising self-esteem.
The philosophy of the evangelical Christian school movement 
suggests that its foremost priority is to lead its enrollees into a 
born-again experience. By applying the reasoning of Narramore and 
Adams, we may assume that the born-again experience will lead to 
improved behavior and, thus, to a higher self-concept. Or the reverse 
assumption may also apply: students who have been born-again will 
experience an improved sense of self-worth, thereby leading to better 
behavior. In either case, the born-again Christian high school 
subjects would be assumed to score higher than the public high school 
subjects in the behavior category of the TSCS. At this point, one 
might wonder about the impact of born-again Christian students who 
attend public high schools. The Christian school atmosphere probably 
provides more opportunities to learn moral-ethical concepts and to 
demonstrate behavior that is related to such principles. Furthermore, 
because teachers in the Christian school are hired primarily for their 
exemplary characters, it would be expected that they would provide more 
effective role models in these areas.
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The above explanations regarding the Behavior category of the 
TSCS are solely the researcher's speculations. In addition, the 
researcher acknowledges the possible impact of other intervening 
variables, such as the number of years of parental education, family 
life, academic ability, socioeconomic status, or various cultural 
factors.
3. No statistically significant difference in mean scores was 
found between self-reported scores for Christian and public high school 
seniors on the Self-Satisfaction Scale of the TSCS. While the scores 
did favor the Christian high school seniors by a couple points, this 
difference was not sufficient to be statistically significant.
While no significant difference in means was found between 
public high school seniors and Christian high school seniors, there may 
be an undetected latency effect in operation. Kraybill supports the 
belief that there is a "sleeper" effect in regard to the result of 
Christian school attendance. He predicts that there will be few 
discernible results while subjects are still in school; instead, the 
effect of the Christian school will make a long-term difference. 
According to Kraybill, "As the graduates grow up and mature, the 
Christian school experience will blossom and exert a strong influence 
on adult behavior . . ."3 especially in such crucial areas of decision 
making as marital and occupational choice, church involvement, and 
family-social relationships. If the findings and speculations of 
Kraybill are true, the immediate benefits of a Christian school educa­
tion may not be apparent for several years. A study of different aged 
graduates of both Christian and public schools would be beneficial in 
determining when and if differences between them begin to appear in the
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Self-Satisfaction category of the self-concept as measured by the TSCS.
Recommendations
The influence of the Christian school is a relatively unexplored 
topic and requires further investigation. The following are 
recommendations for further research:
1. A longitudinal study involving Christian and public high 
school students during their post-high school years would be enlighten­
ing. It would be beneficial to pretest and posttest students from each 
group as high school seniors and then as adults ten years later. If 
latency is a factor, it would be revealed through such research 
analyses. Should significant differences be discovered between public 
and Christian school students, one could conjecture that the type of 
school had a treatment effect on students during their high school 
years.
2. Several comparative studies involving the self-concept of 
Christian school students and their teachers would be helpful to deter­
mine the impact of the teacher’s self-concept on that of his or her 
students.
3. A longitudinal study involving the same high school 
students as they progress from grades nine through twelve would be 
beneficial in order to measure the impact, if any, type of school has 
on self-concept development in high school students. A comparative 
study between public and Christian high school students could test 
freshmen, sophomores, juniors, and seniors to ascertain the rate of 
increase in each type of school. If the scores in the Christian school 
increase at a higher rate, one may conjecture that the Christian school 
treatment has a greater effect on self-concept development than the
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public school.
4. Since the findings of this study indicate that Christian 
high school seniors have a higher self-concept than public high school 
seniors on two scales of the TSCS, it seems reasonable to assume that 
there might be a positive correlation between the number of years in 
attendance at a Christian high school and the student's level of self­
esteem. A research study that would attempt to discover the relation­
ship between the length of time of a student's Christian school atten­
dance and the level of his or her self-worth would be useful. A 
relevant study would be one that compares the self-concept scores of 
Christian high school seniors who have been in the school several years 
to those who are recent enrollees. If these scores are similar, we may 
conclude that other intervening variables are at work in addition to 
school-related factors such as atmosphere, curriculum, and teachers.
5. Future research studies, similar to this one, should 
consider adding an observational component— a report from teachers, 
parents, and/or peers regarding the student's self-concept. Being able 
to compare the findings on several different types of reports would add 
to the validity of the research study.
6. To control for the religious environment as the confounding 
variable in the increase of self-esteem, a sample of private non­
religious schools could have been added to the present sample.
However, if the born-again experience rather than the religious 
environment is the confounding variable, merely adding this additional 
group will not produce the desired results. All three samples (public, 
Christian, and private non-religious schools) would need to be divided 
into born-again and non-born-again categories. If the religious
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environment is the confounding variable, only the Christian school 
group will score higher. However, if the born-again experience is the 
primary contributing variable, the students in the born-again category, 
no matter which school they attend, will demonstrate higher self­
esteem.
Furthermore, the born-again factor and the religious environment 
will probably interact. The born-again experience is an instantaneous 
act of the will while the religious environment is an on-going environ­
mentally-produced experience involving the inculcation of Biblical 
principles. Christian school philosophy posits that the student needs 
to be born again in order to fully benefit from Biblical teaching. 
Therefore, it seems likely that in the aforementioned sample of 
students, the born-again student enrolled in the Christian school will 
exhibit the highest self-concept in the Moral-Ethical Self category and 
the Behavior category of the TSCS.
To further control for the "born again" variable, one might add 
Christians who have not had the born-again experience to the sample as 
an additional comparison group. Perhaps this would allow the research­
er to distinguish between the born-again factor and the religious 
environment factor as the confounding variable.
Another alternative that would serve as a control mechanism for 
the "born-again" factor would be to select a sample of born-again 
public school students to compare with a sample of born-again Christian 
school students. The above interpretations must be made with caution, 
however, because the influence of the subject's home and church 
environment is of utmost concern. The principal investigator acknow­
ledges that there may be numerous other intervening variables affecting
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the findings of this study.
7. Additional studies of the self-concept of high school 
students should be undertaken using the TSCS as well as other self- 
concept measuring instruments. Ultimately, hypotheses are confirmed 
only through replications which provide additional insight.
Follow-up research would probably benefit by adding additional 
variables such as the born-again factor and/or the environmental compo­
nent. Inclusion of these variables may help to further identify 
causality.
Intervention Strategies
One value of investigating the self-concept of high school 
seniors lies in its utility for the educator. This study indicated 
that it may be possible to assess potential problem areas in the 
students' sense of self-esteem and, thereby, focus attention on inter­
vention efforts. This opens the door to working with students in such 
a way that they become more successful and well-adjusted learners.
Self-concept surveys should become a part of the testing program 
in both Christian and public schools. Early identification of students 
with low self-esteem may enable educators to forestall later problems.
Intervention could be attempted through the organization of 
support groups which would address students' needs and provide positive 
feedback. Teacher, student, and parent support groups could stress 
programs supporting healthy self-concepts.
In addition, educators could organize committees to monitor the 
progress, behavior, and attendance of high risk students. These groups 
could receive referrals, suggest action for intervention, and 
communicate concerns to parents and staff. This support group should
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
76
be given access to resource personnel and resource materials.
In view of the findings of this study, it might be wise for 
public schools to consider what kinds of curricular changes could be 
made in order to raise the self-esteem of their students. Bray^ claims 
that it should be the responsibility of all school systems, whether 
private or public, to provide its students with a well-developed moral 
and spiritual education. His strategy for accomplishing this in the 
public schools is called "Released Time Education," which he claims has 
already been instituted in many of our fifty states. It allows public 
school children to be dismissed from class each week during regular 
school hours, upon request of the parents, for religious instruction.
It is conducted off-campus, and the instructors have no public school 
connections. Thus, public school administrators are provided a means 
of cooperating with home and church in arriving at a solution to this 
need.
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APPENDIX A
Breakdown of the 100 items on the TSCS into 8  categories
1 . Physical Self
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APPENDIX B 
Abbreviations used in computer analysis
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Physical Self/Personal Self composite score
Family Self/Social Self composite score
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APPENDIX D
SAS stepwise regression: Computer print-outs
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APPENDIX E
Criterion reference tests: Computer print-out
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